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Rehearsing for teaching

Abstract: This case study examines the use of modelling as a didactic approach

for teaching about teaching. If focuses particularly on campus teachers using
modelling to exemplify process drama methods, including teacher-in-role, in
teaching English as a Foreign or Second Language. Lunenberg et al’s (2007)
four modelling types provide the framework for conceptualising these didactic
situations, combined with performative theory, which states that content
is both deliberately designed and staged. This highlights the importance
of embodied, verbal, and spatial actions, which are central to the analysis.
The findings indicate that by participating in the performative enactment of
teaching, bodily and verbally, the preservice teachers were able to gain a bro-
adened understanding of teaching beyond mere verbal reflection, suggesting
that implicit performativity is as important as explicit talk in developing a
teaching repertoire. This insight led to an adjustment of Lunenberg et al’s
model, introducing a new category: performative modelling, characterised
by its aesthetic approach to teaching.

Keywords: modelling teaching, performative teaching practices, representation
of practice, process drama, aesthetic approach to teaching
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Sammendrag: Denne kasus-studien undersoker campusleerere som bruker
modellering nar de underviser om & undervise. Her modellerer de prosess-
drama, inkludert leerer-i-rolle, i undervisning av engelsk som fremmedsprak. I
analysen av materialet ble Lunenberg et al’s (2007) fire modelleringstyper brukt
som rammeverk for a konseptualisere de didaktisk modellerte situasjonene.
Analysen bygger ogsa pa teori om performativitet, som indikerer at det didak-
tiske innholdet bdde er designet og iscenesatt. Dette betyr at kroppsliggjorte,
verbale og romlige handlinger er sentrale og fungerer som analyseobjekter.
Analysen viste at deltakelse i den implisitte performative undervisningen,
kroppslig og verbalt, ga laererstudentene en opplevelse som tillot en annen for-
staelse av undervisningen enn den verbale refleksjonen alene, og at implisitte
performative handlinger er like viktig som eksplisitt samtale nir en bygger
et undervisningsrepertoar. Erkjennelsen av denne viktige distinksjonen forte
til en rekonstruksjon av Lunenberg et al’s modell som spesifiserer en konkret
form for implisitt modellering: Performativ modellering. I denne studien
kjennetegnes performativ modellering ved at den ogsa omfatter en estetisk
dimensjon i undervisningen.

Nokkelord: modelleringsundervisning, performativt undervisningsdesign,
representasjon av praksis, prosessdrama, estetisk tilnseerming til undervisning
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Introduction

Recent studies on the ways in which preservice teachers (PSTs) learn to
practise and build a teaching repertoire (Ball & Forzani, 2009; Forzani, 2014;
Grossman, 2021; McDonald et al., 2013; Zeichner, 2012) have highlighted
the need for more research on the strategies and methods for this process.
Modelling and rehearsing specific aspects of teaching have been suggested
as possible approaches.

One of the key objectives of modelling in teacher education is to make
complex teaching practices visible so that PSTs can engage with, analyse,
understand, and ultimately perform similar strategies themselves, which are
integral to the discipline.

The study presented in this article is part of a project funded by the Nor-
wegian Research Council called Rehearsing Teaching Professionally in Teacher
Education (ReTPro, see Vangsnes, 2021-2026), in which modelling teaching
is the first of four phases in McDonald et al’s (2013) ‘cycle for collectively
learning’ (p. 382), presented in prologue 2 of this anthology. ReTPro focuses
on English and Mathematics curricula, exploring the teaching methods of
process drama (PD) and dialogic teaching (see part 2 of this anthology).

For this study, I observed the modelling phase on two occasions, during
which campus teachers used modelling to exemplify PD, including teacher-in-
role (TiR), in teaching English as a Foreign or Second Language (EFL/ESL).

To analyse these didactic situations, I employ Lunenberg et al’s (2007)
typology, which differentiates between implicit and explicit modelling. Implicit
modelling is when teacher educators (TEs) ‘walk the talk, demonstrating
strategies and teaching methods through their actions, thus serving as role
models for their PSTs. Explicit modelling includes any instance of meta-com-
mentary, where TEs explain the choices they make while teaching and why,
as illustrated in Table 3.1.
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Table 3.1

Modelling types (Lunenberg et al., 2007)

Modelling types Descriptions
Modelling type 1: Implicit modelling Any instance where teacher educators
‘walk the talk’ and act as examples for their
students.
Modelling type 2: Explicit modelling Any instance of ‘meta-commentary’ or

comments wherein educators make explicit
the choices they make while teaching and
explain why.

Modelling type 3: Explicit modelling Any instance wherein the educators
and facilitating translation to the student connect modelled behaviour in the teacher
teachers’ own practices education classroom to the prospective

teachers’ own practices

Modelling type 4: Connecting exemplary Any instance wherein the educators
behaviour with theory establish links between their practice and
public or educational theory.

The model, however, does not mention which teaching strategies might be
used as examples. Types 2, 3 and 4 in the typology focus on discussing the
modelling process, thereby providing a ‘meta-commentary’ for the PSTs. Tal-
king about modelling, more generally oracy, being a main expressive form in
most teaching strategies, is an important aspect of learning to teach as well as a
valuable medium for reflecting both in and on teaching (Schon, 2017; Leitch &
Day, 2000). Nevertheless, teaching and reflection also involve other expressive
forms of interaction between the educator and the student (see Biesta, 2010).

This study, therefore, examines instances where TEs model specific aes-
thetic teaching strategies as a didactic approach. It also discusses how TEs and
PSTs work together to develop teaching repertoires (Holdhus et al., 2016) and
reflect in and on teaching (Schon, 2017; Leitch & Day, 2000) while partici-
pating in the modelling process. Following the TEs as they implicitly model
aesthetic teaching practices also involves using performativity as a theoretical
and analytical lens.

The approximation of practising teaching (Grossman et al., 2009a; Gross-
man et al., 2009b) through PD here means that campus teachers act as teachers
while the PSTs assume the roles of lower secondary school students. This is
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understood as being part of a performative teaching approach, by which I mean
to focus on the act of modelling — on what is done as well as what is said. In
this study, it also implies that the teachers incorporate aesthetic approaches,
emphasising collaborative creative teaching processes where role-taking is
central.

Thus, performative teaching is seen as based in art, embodied, situated
and material (Piazzoli & Schewe, 2023), as well as discursive and open to
critique (Langellier & Peterson, 2004).

I observed Mark (English teacher) and Anna (drama teacher) while
they were modelling with Mark’s PSTs, who were preparing to become lower
secondary English teachers. The topic for the modelling session was the civil
rights movement in the United States during the 1950s. Mark and Anna alter-
nated between being in and out of fictional roles — sometimes stepping out of
fictional roles to just be the teachers who organise classroom activities, and
sometimes stepping into roles, such as portraying Rosa Parks, a key figure in
the civil rights movement. The PSTs also alternated between being in and out
of a fictional role, while also being encouraged to consider how this way of
teaching might be applied to their own future classroom teaching.

This study addresses the following research questions:

1. Howdo TEs reflect in and on modelling when using process drama,
including teacher-in-role, as a teaching about teaching approach?
2. What characterises the PSTs perception of the modelling?

Theoretical framework and existing research

Modelling as representation of practice

While the extant research is limited, it suggests that TEs do not model as
explicitly or as extensively as scholars recommend (Lunenberg et al., 2007;
Ritter, 2012; Ruys et al., 2013; Santagelo & Tomlinson, 2012).. Other scholars,
such as Kennedy (2016), have expressed concerns about practice-based teacher
education programmes that foreground specific teaching practices, potentially
leading to an overly instrumental approach.
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Several researchers (Bullock & Christou, 2009; Loughran & Berry, 2005;
McGrew et al., 2018; White, 2011) argue that TE modelling must be explicit
for preservice teacher learning to occur. By modelling explicitly, TEs can offer
metacognitive insight into the work of teaching through several methods, such
as thinking aloud, journalling, pre- and post-class discussions, and co-teaching
(Loughran & Berry, 2005).

Building on this understanding of explicit modelling, some scholars
discuss how TE modelling can be connected to PSTs field experiences or
educational theory (Lunenberg et al., 2007; Swennen et al., 2008). Connecting
explicit modelling to PSTs’ field experiences is important because, as Lunen-
berg et al. (2007) point out, ‘teacher educators may discuss their pedagogical
choices with their student teachers,... this does not necessarily mean that the
students can make the translation to their own teaching’ (p. 591).

Biesta (2010) asserts that education is an interaction between the activi-
ties of the educator and those of the learner. As such, education is situated in
the interaction between the two, and it is the gap between teacher and PST that
makes communication, and thus education, possible (Biesta, 2010, pp. 12-13).

Owing to this, an important part of the modelling phase involves TEs’
unpacking and deconstructing of teaching strategies (Grossman et al., 2009a)
together with the PSTs, with the purpose of reflecting in and on and discuss-
ing the educational choices through what can be described as a professional
critique of practice.

Biesta also emphasises that teaching is purposeful action and might be
thought of as an art. Thus, one objective in teacher education is to develop
the pedagogic artistry of PSTs.

Grossman et al. (2009b) state that explicit representations of teaching
are artefacts or illustrations of practice, including TEs’ modelling of teaching
practice. The representations can be used to expose PSTs to various examples
of teaching or to help them notice specific aspects of teaching, with the aim
of improving their content knowledge of teaching.

In recent years, many scholars have described and researched core prac-
tices of teaching in teacher education (Grossman, 2021). Grosser-Clarkson
and Neel (2019) identified two distinct approaches that TEs use to prepare
PSTs for core practices: a predesigned enactment approach and an open-de-
signed approach. They explain that in a predesigned teaching approach, the
TE provides a rehearsable classroom activity that addresses a set of core prac-
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tices, whereas in the open-designed approach, the TE introduces specific core
practices through various representations of practice without expecting PSTs
to replicate a particular activity. In other words, the open-designed approach
allows for a less constrained enactment (Grosser-Clarkson & Neel, 2019).

In line with Sawyer (2004), I think that open-designed approaches make
it easier to promote PSTSs’ creativity, flexibility, and improvisational skills.

Performative teaching designs

In this study, process drama (PD), including teacher-in-role (TiR), was
employed as a design for learning (Selander, 2021), that is, a design for learn-
ing to teach on campus to facilitate the curriculum. PD is a teaching structure
or methodology used to explore a theme, problem, situation, or idea using
the artistic medium of unscripted drama (O’Neill, 1995; Vangsnes, 2021).

PD focuses on communicative and artistic processes, incorporating
different perspectives through role-taking. TiR, as a method within process
drama, is a teaching approach where the teacher assumes a role and impro-
vises within a fictional framework to explore a topic alongside the students.
The students can either participate in role or as themselves (Bolton, 1982).

The term ‘performative’ was first introduced by Austin (1975) in his con-
cept of how to do things with words. The idea that speech is a form of action,
and that the classroom is a space for communicative action, has since gained
popularity (Schewe, 2020).

Another performative perspective can be traced to Sauter’s (2000)
description of art as a communicative event where ‘both the presentation
of actions and the reactions of the spectators, who are present at the very
moment of the creation, are central’ (p. 11). PD is an arts-based approach to
teaching, viewing the process as an aesthetic event that incorporates role-tak-
ing and active participation. ‘It means that the event can be an arena for the
constant process of negotiating experiences and meanings that constitute
culture’ (Carlson, 2008, p. 6).

The term ‘performative’ has its roots in ‘form’ (performance) and forma-
tive’ (performative), with the Latin prefix per meaning ‘through’ and ‘by means
of’ According to Piazzoli and Schewe (2023), the word implies education
through form, with form understood as art, language, and the body. In this
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sense, a ‘performative’ approach to teaching can be defined as an embodied
approach, bypassing the dualism of mind and body.

Bohnisch (2010) suggests that the arts share a common notion of per-
formativity that distinguishes it from a sign system, a text or a representation.
They see performativity as concerned with action and doing rather than sign
and being. In this study, ‘performative’ refers to teaching shaped by aesthetic
means of action.

When emphasis is placed on the action or event aspect of teaching, various
theories rooted in performativity, aesthetics and dramaturgy can be applied,
viewing constructing meaning as a process that is social, bodily, verbal, affec-
tive, and cognitive. Bodily learning puts action in focus (Merlau-Ponty, 2010).

A dramaturgical perspective on teaching relates to the narrative the
teachers wish to convey and how they shape and communicate this narrative
to engage with their students (Deleuze, 1994; Szatkowski, 1989; Ostern, 2014).
PD, with its focus on role-taking, highlights the doubling of reality created
by fictionality, meaning that the participants act both as themselves as well
as examining the topic as if being someone else.

Drawing from Langellier and Peterson (2004), teaching is here under-
stood as an embodied and situated activity, open to critique. Conclusively, the
study explores the theoretical considerations of a performative approach and
the practical applications for a performance-based pedagogy, intended as an
opportunity to consider what it means to prepare PSTs to become reflective
and critical performers of teaching.

Design and methods

This is a qualitative case study used to explore a particular teaching situation
in detail. My research on the pedagogical applications of process drama
as a strategy for modelling in teacher education follows Haseman’s (2006)
understanding of ‘practice-led research’, as it is both initiated in and carried
out through practice.

I am also inspired by Seitz’ (2016) proposed theory of a new ‘perform-
ative research’ paradigm, which aims not ‘to capture reality in graphs or to
test existing hypotheses, but to aspire to be one with practise, to activate tacit
knowledge, and generate new insights while processing, dealing with, and
handling practice’ (Bellezza, 2020, p. 307).
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Data collection

To answer the research questions, I collected data during two modelling
phases. The data sources included classroom video observations of the mod-
elling, field notes, and one video-stimulated recall interview with the TEs,
as well as one with the PSTs.

In the interview with the TEs, we watched the video together and they
were asked to describe the main purpose of their modelling, and the possi-
bilities and challenges they faced when doing the actual modelling.

In the interview with the PSTs, we also watched the video of the modelling
together. I examined whether their perspectives on what they experienced
during the modelling itself and observed in the video aligned with the inten-
tions and purposes of the TEs.

I used a nearly identical interview guide for both the TEs and PSTs,
with a particular focus on how the PSTs viewed the TEs’ reflections in and on
practice. The PSTs were asked to focus on the enactment as it took place and
analyse how the TEs taught and prepared them for teaching.

They were asked to describe the modelling as part of teacher education
itself, to expand on how, what, and why they valued the modelling of the
teaching activities and to explain how, if at all, their own teaching was influen-
ced by the modelling.

Data analysis

The videos from the observations and interviews were transcribed and ana-
lysed using HyperRESEARCH. These data formed the basis for developing
sub-categories (see Table 3.2). During the analysis process, I used open coding
as described by Corbin and Strauss (2008) within the constant comparative
analysis method, writing codes or labels next to the transcriptions.

The results from the thematic content analysis of the modelling and inter-
views identified certain perspectives on modelling (Krippendorft, 2018). The
enactment of modelling, and how it was described by the TEs and perceived by
the PSTs, became the thematic unit examined through an interplay of theory and
data. The main categories were further divided into sub-categories. This process
involved defining and exemplifying central concepts through extracts from the
data that resonated with the chosen theories on modelling and performativity.
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Consequently, the study primarily examines modelling as forms of rep-

resentations of practice (Mc Grew et al., 2018) and what might be termed

the educational performance of teaching. The findings were categorised into:

i) modelling as representation of practice; ii) modelling and translation to

theory; iii) modelling as a trigger for rehearsing and facilitating transfer to

one’s own teaching. Given my theoretical focus on modelling as a purposeful

aesthetic act, an additional sub-category was derived from the data, namely

iv) modelling performative teaching. The codes and their explanations are

presented in Table 3.2.

The main categories were derived from the research questions as well as

from theory. In the following section, I will demonstrate how the sub-codes

were developed and from which data sources they were derived.

Table 3.2

Categories, explanation of codes, and data sources

Research questions
main category

How do TEs reflect
in and on modelling
as a teaching about
teaching approach
when using process
drama in EFL?

What characterises
the PSTs perception
of the modelling?

Sub-category

Modelling as

Representation of
practice (construct/
form of the theme/
lesson)

Modelling as

Transfer to own
teaching

Modelling as

Linking theory to
practice

Explaining the code

The TEs demonstrate teaching

by involving the PSTs as if being
students.

The TEs construct/deconstruct the
theme/lesson into episodes.

The TEs use direct/indirect forms of
teaching.

The TEs use predesigned vs open-de-
signed approaches.

The TEs are concerned with the risk
of instrumentality (interview).

The PSTs perceived this as variation,
engagement, thinking, talking, acting.

The TEs guide/do not guide and
focus on transfer to PSTS own
teaching, facilitating rehearsal. The
PSTs perceived this as learning by
doing.

The TEs use/do not use meta-talk.
The TEs theorise/do not theorise (e.g.
The Art of Teaching).

The TEs are concerned about spoiling
the magic of the moment.

The PSTs perceived this as embodied
understanding.

Dataset

Video observation

Interview with TEs

Interview with PSTs

Interview with TEs

Interview with PSTs

Video observation

Interview with TEs

Interview with PSTs
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Research questions
Sub-category Explaining the code Dataset
main category

Modelling The TEs use performative and aesthe-  Video observation
tic investigation in teacher education
didactics (improvisation).

The TEs use fiction, in and out of
role, body and mind.

The TEs explain, challenge, perform,
include, stimulate, and motivate the
affective and the cognitive.

The PSTs perceived this as varied,
improvisational, and artistic.

Performative (and Interview with TEs

aesthetic) teaching

practices Interview with PSTs

Findings and discussion

As mentioned previously, the TEs aimed to exemplify performative teaching
designs. In the following, I will summarise and discuss my findings in line
with the model of Lunenberg et al. (2007).

Modelling as representation of practice
The starting point of the analysis, and what was noticed first when observing
the modelling, was that the TEs were enacting the teaching together with
their PSTs as if the PSTs were students. This performative representation of
practice — doing teaching together - transformed teaching into a commu-
nicative event (Sauter, 2000), a shared presence that can serve as an arena
for the ongoing negotiation of experiences and meanings (Carlson, 2008).

The process of negotiating meaning was evident when the PSTs, in their
roles as prosecutors and defenders in the trial against Rosa Parks, discussed
and made arguments from both sides of the court hearing at length. Those
who were assigned the role of prosecutors mentioned in the interview how
challenging it had been for them to adopt and argue for a perspective that was
far from their own beliefs (interview with PSTs, 07.02.2023).

In the enactment of teaching itself, the TEs represented practice by inter-
twining predesigned and open-designed approaches to teaching, demonstrat-
ing a shift from predesigned and scripted methods to more improvisational
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and open-designed ones. Process drama and TiR have some predesigned
characteristics and predefined framings. For instance, the topic and the epi-
sodic structure involving role-taking and TiR were predesigned. However,
they were also open-designed, meaning there was no scripted plan. What
happened within the framings relied heavily on the here and now, and on how
the TEs and PSTs collaboratively explored the chosen topic, demonstrating
their reflections during the learning-teaching experience.

Nevertheless, the TEs remained in charge and had the authority to decide
and frame the next episodes. This presents, somehow, a dilemma for TEs.
When asked in the interview to describe the main purpose of using modelling
in teacher education, one of the TEs described it as showing the PSTs a toolbox
- not meant for replication, but for providing and exemplifying teaching ideas.

I do not want my teaching to be monologic; I see my modelling as
suggestions and want the PSTs/students to be critical and partici-
pate in an open-designed and improvisational teaching structure. ..
(Interview with TE, 02.12.2022)

The same TE expressed a desire to stimulate the PSTs’ professional judgement.
He was therefore sceptical of the term ‘modelling’ because he felt it connotes
teaching as instrumental and risks being too predesigned. However, he also
acknowledged that, in many ways, he was modelling every time he was in
class with his PSTs. This perspective aligns with Lunenberg et al. (2007), who
refer to this as implicit modelling, where the TEs ‘walk the talk’ and act as
examples while teaching.

Both TEs explained that the main reason for modelling was to create
an opportunity for PSTs to participate in performance-based teaching, thus
making the modelling a trigger for the PSTs” subsequent rehearsals. In the
end, one of the TEs suggested the term ‘participatory modelling’ to avoid any
misunderstanding of the concept. The PSTs reflected on the modelling, saying:

We experienced how varied a lesson might be structured and that
we could teach the same topic from many different angles. By
taking physical part in the simulated lesson on the floor, we lear-
ned how to involve and engage students, both in ways of thinking,
talking and acting. (Interview with PSTs, 7.2.2023)
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They also commented on specific parts:

The different parts of the lesson were linked together, but in the
beginning, we did not understand how COVID and not being
allowed to enter the bus if we were not vaccinated had anything
to do with the topic for the lesson. (Interview with PSTs, 7.2.2023)

COVID refers to the TEs starting the modelling in an indirect manner, where,
in the role of a bus driver, one of the TEs invited the PSTs onto a bus, telling
those with only one vaccine dose to sit at the back. The quote shows that the
PSTs were indirectly considering the composition and decomposition of the
modelling.

Later, they discussed whether this indirect approach was an effective
teaching strategy or if it was too removed from the original theme - the civil
rights movement. The shift between present and past opened up opportunities
for linking current topics to historical themes, with the intention, as explained
by the campus teachers, of making the theme more relevant to the daily life
of the PSTs. This is explored further in the section on modelling as linking
theory to practice.

The PSTs emphasised that the PD modelling provided rich opportunities
to practise and develop the four skills in EFL - reading, speaking, writing and
listening — and that they were inspired to facilitate similar drama activities
in their own teaching.

However, both the TEs and the PSTs acknowledged that this form of
practice representation is time-consuming, and they expressed doubts about
the feasibility of frequently implementing process drama in this way.

In conclusion, both the video observations and the interviews show that
the modelling served as a representation of practice with purposes that aligned,
albeit with slightly different perspectives in the data. The video observations
showed reflection in practice and how a combination of pre-designed and
open-designed approaches was enacted.

In the interviews, the TEs explained that the purpose of modelling was
to use it as a toolbox — not for replication, but to stimulate the PSTs’ own
professional judgement and to encourage participation in performance-based
teaching. The interviews with the PSTs revealed that they perceived the mod-
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elling as demonstrating a variety of teaching methods, illustrating that a topic
can be taught from many different angles.

Modelling as linking theory to practice

In the first year (2021), the TEs did not make their teaching choices explicit,
nor were these choices translated much to the PSTs” own practice or con-
nected to theory. Instead, the TEs explained in the interview that they chose
to address this after the PD. Not explicitly talking about and explaining their
teaching seemed to be a dilemma for the TEs, which was also indirectly noted
by the PSTs in the focus group interview.

The PSTs referred to TiR as a ‘play’ rather than a teaching and learning
strategy, indicating that the TEs had not explicated their approach.

The following year (2022), the TEs adjusted their strategy. Although they
still did not explain or link their methods to theory during the modelling
phase, they explained that they did it more thoroughly afterwards. When this
was discussed in the video-stimulated interview, one of the TEs explained:

If we were to stop in the middle of the teacher-in-role to decon-
struct, it would have spoiled the magic of the teaching... Teaching
using the process drama method, and especially teacher-in-role,
opens up a magical space because it brings teaching to life, mot-
ivating and highlighting critical incidents that involve emotions
and engagement. (Interview with TEs, 02.12.22).

However, it is clear that the TEs did facilitate and link theory to practice to
some extent. For instance, as observed at the end of the process drama, there
was a significant discussion between the TEs and the PSTs about whether
the indirect framing of the topic was a good teaching strategy. This was also
problematised by the PSTs in the subsequent interview, where they discussed
whether the disconnect between the two themes was too great to make the
link meaningful.

When the PSTs who were not vaccinated had to move to the back of
the bus, they retrospectively described this as giving them an uncomfortable
feeling of being less valuable. However, they did not consider disobeying the
bus driver’s order. When asked why, one PST explained, T felt that he (the
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bus driver) was in charge and that he had the power to decide over the bus’
(interview with PSTs, 07.02.2023). As a result, they did not protest. This expe-
rience facilitated an important discussion about power relations, as well as the
significance and responsibility of involving emotions in educational situations.

The bus episode also serves as an example that can illustrate the differ-
ence between a core practice and a teaching activity. The teaching activity can
be categorised as teacher-in-role, containing certain characteristics such as
the teacher being in role and the students either being themselves (as in this
case) or in role. A core practice might be identified as involving emotions in
teaching because it demonstrates what teachers do while they are in the midst
of teaching and is used because it is believed to have the potential to improve
student achievement (Grossman, 2021).

Dorothy Heathcote developed a frame for TiR, known as “We are in the
brotherhood of all those who..” (Wagner, 1976, p. 48), to convey the idea of
pretending to be in companionship with all who are in similar situations. This
provides a wider angle of approach to the situations which an action seeks to
address. From my point of view it is through these emotional responses that
students can begin to understand the differences and similarities between the
people they explore in the drama and themselves. Their emotional reactions
can provide insights into situations they would not have understood without
acting them out.

Incorporating the COVID-topic into the process drama contributed
to raising the PSTs” affective level because they were themselves, and not in
role, and so could not hide behind a role distanced from their own identities.
Although it remained a fictional framing, a contract was established before-
hand between the TEs and the PSTs, stating that they were exploring the dual
theme within a fictional frame. The COVID-topic became a performative
agent that produced feelings, discussion and ethical considerations, and was
intended as a strategy to start the lesson with a current topic that affected
them all.

The findings of this study align with those in the literature. For exam-
ple, the TEs did not extensively link their teaching to educational theory or
research. However, they mentioned that they addressed this in the lessons
that followed.

Interestingly, in the interviews, the PSTs expressed themselves in ways
that demonstrated a deep understanding of what they had participated in.
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It is noteworthy that the PSTs understood the connection to theory, even
though the TEs did not explicitly pause to include meta-commentaries. As
one PST stated:

I really understood how important it is to teach topics like this in
ways that open up possibilities for the student to become comple-
tely involved, both emotionally and cognitively. (Interview with
PSTs, 07.02.2023)

This suggests that the PSTs perceived the modelling as a demonstration of the

art of teaching, recognising that teaching can come in various forms. Indirectly,

it also indicates that they became aware of the importance of dialogic teaching.
Another PST went on to say:

Of course, it is important to plan our teaching and have a proper
framing of the theme, but the modelling showed us that teaching
also involves improvisation and the ability to listen to the students
and take their perspective. (Interview with PSTs, 07.02.2023)

It appears that the PSTs were able to reflect on and make the connection to
relevant theories about teaching, even though the TEs did not explicitly con-
nect the modelling to theory or to the prospective teachers’ own practices.
There may be different explanations for this, such as the TEs making more of
these connections in subsequent lessons.

However, it can also be attributed to the PSTs’ direct, bodily, and phys-
ical participation in the modelling. By engaging in performative teaching,
where teaching is understood as an explorative and creative process, they
were able to experience teaching from multiple angles. Although the PSTs did
not explicitly mention it, the video recordings of the teaching events show
that they experienced teaching in a bodily, relational, creative, affective, and
cognitive manner simultaneously. This experience appears to have prompted
reflections in and on education that might have been difficult to grasp through
discussions or reading alone.
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Modelling as transfer to own teaching

The TEs did not want their PSTs to simply copy their modelling, but instead
aimed to provide them with various routines or structures of teaching as a
toolbox to choose from. They were also aware that the teaching experience
on campus might be challenging to translate into new contexts. Nevertheless,
the TEs focused on transferring these experiences to the PSTs” own teaching
by involving them in the process drama. This was expressed as follows:

The campus teachers modelled a teaching process which made us
take part as if we were students. In a way, we learned teaching
by doing teaching - they (the TEs) took on roles, and we became
students while simultaneously learning different teaching methods.
It became meta-like. (Interview with PSTs, 07.02.2023)

The transfer occurred indirectly through the assignment given to the PSTs, which
encouraged them to create their own teaching plan inspired by the modelling.
Following ReTPro’s learning-to-teach cycle (McDonald et al., 2013), the PSTs
were guided through the subsequent phases of the cycle, beginning with the
rehearsal phase on campus and followed by the enactment in practice.

In the interview (07.02.2023), the PSTs explained that they were supposed
to first create, then rehearse on campus, and finally enact their own teaching
plan, which included a short version of a PD incorporating TiR. Although they
did not engage in teaching themselves during the modelling phase, they par-
ticipated in the TEs’ teaching as if they were students. They were then expected
to develop and rehearse their own teaching during the next phase of the cycle.

...they (the TEs) showed us so many interesting ways we could
engage students in a topic, and so it was hard to make our own
plan... we really needed to rehearse on campus... the TEs guided
us to some extent, but it would have been even better if the practi-
cum teachers had come to campus to help us rehearse and prepare.
(Interview with PSTs, 07.02.2023)

This is an interesting perspective that needs to be further developed in teacher
education.
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The PSTs also described the transference to their classrooms, emphasising
the actions they had undertaken with their students. Their focus on actions
suggests an awareness of the performance aspect of teaching, even though
they did not specifically describe teaching as performance.

In the interview, when discussing process drama, they mentioned how
they framed the chosen topic, which fictional role they had chosen for them-
selves, whether their students were invited into fictional roles, and how they
managed to involve their students both emotionally and cognitively.

We wanted to involve the students and create an atmosphere
where they felt compelled to participate... I felt that the teacher-
in-role was, in a way, an initiating episode that inspired further
participation in the discussion that followed. (Interview with
PSTs, 07.02.2023)

This indicates their awareness and focus on collaborative, artistic, and spatially
creative teaching, even though the TEs did not explicitly link their actions
to relevant educational theory. The way they described their actions in the
interview shows an understanding of the physical, symbolic, and reflective
characteristics of those actions.

The PSTs emphasised that they had previously participated in similar
teaching when they attended junior college, but only as students. The new
experience was participating simultaneously as students and as future teachers.

In the interview, they reflected on how this dual perspective made them
evaluate the experience in a different way, now seeing it as a possible teaching
strategy. They also discussed the challenges and opportunities when teaching
in practicum:

Sometimes we used words in English that were too difficult, and
the students did not understand; we struggled to find simpler

expressions. (Interview with PSTs, 07.02.2023)

In summary, modelling as transfer to one’s own practice can be seen as a trig-
ger for rehearsing on campus to construct an individual teaching repertoire.
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Modelling performative teaching practices

In this case, Selander and Kress’ (2010, pp. 20-21) concept design for learn-
ing means creating designs for learning teaching that include performative
elements, as they aim for implicit modelling to occur in a performative form.

The TEs planned and conducted the process drama about Rosa Parks,
dividing it into episodes that were interconnected despite shifting in time and
space. This approach is known as montage-inspired dramaturgy (Szatkowski,
1989), where different layers of meaning are layered on top of each other
within an episodic structure.

The video observation shows the TEs reflecting in teaching as they linked
all the layers or episodes together into a cohesive unit, while ensuring that
each episode made sense on its own. The benefit of choosing such a closely
linked structure is the sense of coherence it provides for the participants. This
coherence was also noted by the PSTs:

... it (the teaching) had many parts, but they belonged together;
all the parts were about segregation in the US at that time - it
was engaging. (Interview with PSTs 07.02.2023)

Performative actions carried out in a montage-dramaturgy have no fixed
start or end; the different episodes can change order, and the pauses between
episodes allow for personal associations and interpretations. The modelling
had a predesigned framing, as the topic and teaching structures were decided
in advance. However, there was room for improvisation within each episode.
This means that the modelling moved along a continuum between predesigned
and open-designed approaches.

When analysing teaching from a performative perspective, the focus
is on the action or event, examining the physical and bodily enactment of
teaching (Merleau-Ponty, 2010). The TEs deliberately employed performative
and aesthetic teaching strategies because they wanted their PSTs to experience
new teaching methods they believed the PSTs were unfamiliar with (interview
with TEs, 02.12.2022).

The video observation revealed how the TEs reflected in teaching as
they used strategies that engaged the PSTs” bodies (the space was constantly
shifting, and the participants moved from scene to scene), verbal language
(the PSTs argued in the court hearing and discussed the benefits of direct vs
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indirect teaching approaches), collaboration (two groups, where each had to
prepare and act as either prosecutors or defenders), exploration (the topic was
explored from different perspectives in each episode) and creativity (while
the topic was decided, each episode allowed for improvisation and creative
shaping of artistic form). This suggests that the TEs aimed to involve their
PSTs in an aesthetic learning-to-teach process.

However, when it came to shaping aesthetic forms, this aspect was less
developed. The TEs could have provided the PSTs with tasks such as, ‘Can
you, in groups, create a depiction showing Rosa’s family the day they heard
about the dramatic bus ride?’ Tasks like this would encourage working in a
form- and arts-based manner within the actual topic.

Despite the aforementioned, within a fictional framing (where they
explored roles as if they were citizens of the US at that time), the participants
explored a historical topic, pretending to be someone else, across time and
space. This was observed by the researcher and mentioned by the PSTs in the
interviews.

When asked about the teaching perspectives demonstrated by the mod-
elling, one PST reflected:

... the methods showed us how we can make our students talk,
read, write, listen, and argue in English. We became emotionally
engaged in the topic, for instance, when we suddenly heard Martin
Luther King’s speech over the classroom monitor. We could not
have learned how to teach this way without experiencing it our-
selves, physically on the floor. (Interview with PSTs, 07.02.2023)

Another PST specifically reflected on the importance of the multimodal impul-
ses and media that functioned performatively and were incorporated into the
modelling:

The song (‘Blackbird’ by Beatles), the T'V-recording of Rosa Parks,
and the written material contributed to curiosity and excitement -
I felt motivated when these new impulses were introduced. (Inter-
view with PSTs, 07.02.2023)
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Conclusion

Modelling a performative didactic design: Body and mind in action
When the term ‘performative’ is placed before ‘didactic design’ (Selander
& Kress, 2010), the focus is turned from social semiotics and signs towards
actions and events. Movement, thinking, oracy, affects and emotions are
understood as parallel activities which engage the whole human being when
they participate in embodied and kinaesthetic performative teaching and
learning activities.

In this study, both the TEs and PSTs emphasise the importance of embod-
ied and affective experiences, both in the enactment itself and through their
reflections in and on teaching. The concept of performativity can be viewed
as a practice theory suitable for planning, performing and analysing teaching,
where TEs and PSTs collaboratively engage in purposeful teaching strategies
that involve emotions and creativity, highlighting that implicit performativity
is as vital as explicit talk.

Recognising this distinction led to a revision of Lunenberg et al’s model,
specifying a concrete form of implicit modelling: Performative Modelling.
Implicit performative modelling may be employed when TEs wish to empha-
sise the communicative and interactional aspects of teaching, including both
embodied and verbal communicative acts. In this study, the term ‘performative’
also includes aesthetic actions at work.

Implicit performative modelling can be described as any instance where
TEs model teaching by acting, living through and reflecting in and on per-
formative aesthetic teaching forms alongside their PSTs. These forms include
embodied, verbal, material and improvisational dialogic encounters, aimed at
stimulating the whole person - both affectively and cognitively.

For modelling to be meaningful as a design for teaching about teach-
ing, this study suggests that implicit performative modelling can highlight
and illuminate performative aspects of teaching that are often overlooked in
teaching analysis. The intertwining of body and mind is evident in the video
observations and in the way the informants described their experiences during
the interviews.

In line with @stern et al. (2019) and Piazzoli et al. (2023), I suggest
referring to this approach to teaching about teaching as ‘performative didactic
design. I define performative didactics as teaching strategies where teachers
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use aesthetic and form-creating methods, challenging the bodies and minds
of students to be participatory, creative, explorative, relational and thoughtful.

In conclusion, the study reveals that combining implicit with explicit
modelling provides opportunities to explore, rehearse, deconstruct, and the-
orise about teaching.

However, it was particularly emphasised by the PSTs that participating
in the common performative modelling phase facilitated translation to their
own practice just as much as the deconstruction and the discussion did.
Engaging in the implicit enactment of teaching, both physically and bodily,
offered the PSTs an understanding of teaching that verbal reflection alone
could not provide.

I therefore argue that offering PSTs access to not only explicit discus-
sions but also the performative aspects of teaching fosters both metacognitive
thinking and the involvement of emotions and creativity. Participation in
these practices can support PSTs in constructing their purposeful teaching
repertoires.

Both the TEs and PSTs stress that combining implicit performative
modelling with explicit meta-commentaries helped expand their teaching

repertoires.
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